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Abstract 
The aim of this research is to analyze the Social Studies Teacher Education Program (SSTEP) and determine the problems 
encountered in practice according to the views of teacher educators and prospective teachers at Ankara University, Faculty of 
Educational Sciences. Two study groups of participants were included in this study. Ten prospective social studies teachers in 
their last year of matriculation constituted the first study group. The second group consisted of teacher educators lecturing in 
SSTEP. All participants voluntarily expressed their views on the official and operational curriculum. A focus group interview 
with prospective teachers and semi-structured interviews with teacher educators provided the data. Data collected from both 
study groups were analyzed using descriptive analysis technique.  
Results showed that some changes were necessary concerning the sequence of some courses per semester and the theory-practice 
balance of the courses in the program. Furthermore, some courses should be removed from the program and some new courses 
should be added. As for teacher educators’ and prospective teachers’ views on operational curriculum, it is emphasized that there 
are some problems related with physical conditions, teacher educators, learning-teaching processes, evaluation of teacher 
educators, student profiles, teaching practices, and a lack of some units. Results are thought to be significant in terms of 
contributing to the development of teacher education programs. 
KEYWORDS: social studies teaching, teacher education program, prospective teacher. 
 
 
Introduction 
 
Developments in technology, science, and social life have a great effect on the teaching profession. 
Thus, teachers’ roles and qualifications are reconsidered according to the changes in these fields. Adler & 
Moi (2011, p. 6) support that “teachers are far more than mere conduits of information or of curriculum.” 
They have such different roles in a classroom setting as experts in their subjects, facilitators of learning, 
the motivators and source of inspiration, and upholders of moral standards (Calderhead & Shorrock, 
2005).  In Mcghee and Kozma’s (2001) classification, new teacher roles are defined as instructional 
designer, trainer, collaborator, team coordinator, advisor, and monitoring and assessment specialist. As an 
instructional designer, teachers are expected to design, plan, and organize themselves in order to use and 
integrate technology effectively in their classrooms. Also, their instruction and use of technology in class 
should be a model for students as they are seen as trainers. The role of collaborator consists of working 
and communicating with other teachers to improve their own instruction. As team coordinators, teachers 
provide students with opportunities to work in groups for projects and support collaborative learning. As 
advisors, teachers should also help students’ decision making in their own learning. And lastly, teachers 
are expected to monitor and assess student performance to improve their success. 
It is asserted in Green Paper (2000) that schools and teachers are unable to deal adequately with 
increased and new expectations. There is claimed to be a lack of competence in dealing with the rapidly 
changing conditions of schooling and education. Sometimes, inadequate education of teachers is seen as 
one of the main contributors for this situation. Thus, the education of teachers seems to be important 
considering the changes in their roles and society. According to Vonk (1993), professional development 
of teachers is a process including pre-service training, induction, and in-service training. It is also 
considered that “performance in student teaching constitutes a vital predictor in determining the success 
of in-service teachers” (Weller, 1983, p. 213). Shahid (2007) states that effective pre-service professional 
preparation leads to professional commitment and excellence in teaching. Therefore, it can be concluded 
that initial teacher education is an important stage of the process and programs should be structured in a 
way to meet the needs of the prospective teachers to acquire the knowledge and skills they need for 
designing their own instruction in their future classes. Furthermore, teacher education programs in 
practice need evaluation and necessary changes should be made considering the new roles and 
qualifications of teachers. 
Teacher education in Turkey has a deep-rooted history that goes back to Darulmuallimin (school of 
teacher education) founded in 1848; preparing adequate and qualified teachers has been a major issue 
since that time (Bilir, 2011). For more than a hundred years, many different models have been 
implemented and teachers have graduated from a variety of institutions such as universities, academies, 
and teacher training institutions which were both administratively and academically attached to the 
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Ministry of National Education (MONE) (Tarman, 2010). However, in 1981, all of these institutions were 
placed under the authority of the Higher Education Council (HEC) and the responsibility of teacher 
education was transferred from the Ministry of National Education (MONE) to universities (Akyüz, 
2004). HEC determines the structure of teacher education programs of faculties of education within 
universities. Besides the length of each program, the number of credits, the titles of the courses, 
summaries of the content of the courses which constitute a teacher education program, and the 
qualification the program leads to are all laid down by HEC (Grossman, Sands, & Brittingham, 2010). 
Therefore, any changes over the structure and content of the teacher education programs are also made by 
HEC for the purpose of developing the programs depending on the changes in the society. 
In 1997, HEC made a comprehensive regulation about teacher education in all universities in Turkey. 
According to this regulation, primary school teachers and some subject area teachers, such as Turkish 
language, foreign languages, fine arts, physical education, special education, and computer and 
information technologies were to be trained in 4-year undergraduate programs. High school teachers of 
science, mathematics, and social studies were to be trained in non-thesis master’s degree levels - 3,5+1,5 
or 4+1,5 (Kavcar, 2002). Furthermore, prospective teachers’ teaching experience time requirement was 
extended and universities had to make contact with the schools, mentors, and other prospective teachers 
in the schools. Prospective teachers were required to work with mentors and be supervised by their 
instructors from the university for at least one day a week over the span of a year. At the same time, 
students were required to take a 36 credit sequence of pedagogy courses (Stevens & Demirezen, 2002). 
However, the number of elective courses was limited and almost the entire program (96%) was composed 
of compulsory courses (Aydın & Başkan, 2005). 
Although the teacher education system put into practice in the 1997-1998 academic year aimed at 
both increasing the quality of teacher education and overcoming the problems, it was stated that the 
quality of the teacher education programs became a highly controversial topic after having been 
implemented for eight years with scientific data showing that they were insufficient in preparing teachers 
with the knowledge and skills of the age (YÖK, 2007, p. 63). For this reason, Higher Education Council 
(HEC) initiated changes in the teacher education system in Turkey in 2006. With this new regulation, 
content of the teacher education programs of all subject areas was revised and some changes were made. 
Major changes are listed below: 
 The rate of the content categories was determined to be 50-60% for subject courses, 25-30% for 
pedagogy courses, and 15-20% for general culture courses, though, these rates may change 
depending on the subject area.  
 The rate of the general culture courses was increased so that prospective teachers’ intellectual 
development could be supported. Some courses such as “History of Science”, “History of 
Education in Turkey”, and “Introduction to Philosophy” were added for this purpose. 
 Universities were allowed to determine 25% of the courses in their programs and to open more 
elective courses.  
 Some subject area and pedagogy courses such as “Introduction to Teaching Profession”, 
“Development and Learning”, and “Planning and Assessment in Instruction” were removed 
from the programs. 
 Some new courses such as “Introduction to Educational Sciences”, “Measurement and 
Evaluation”, “Psychology of Education”, “Special Education”, and “Turkish Education System 
and School Administration” were added, and credits hours of some courses were changed.  
 A “School Experience” course was placed, generally, in the 6th semester of study. 
 Prospective teachers were given opportunities to practice teaching in regional primary boarding 
schools, multi-grade classes and villages (YÖK, 2007, pp. 64-65).  
This reconstruction of teacher education programs has been subject to research in different subject 
areas such as Turkish language teaching (Çoban, 2010), music teacher education (Berki & Karakelle, 
2009), pre-school teacher education (Şahin, Kartal, & Imamoğlu, 2013), and primary school teacher 
education (Şahin & Kartal, 2013). For social studies teacher education, there is some research 
investigating prospective teachers’ views about some courses (Dolanbay, 2011; Ermiş, Uygun, & Inel, 
2010; Gökçe, 2011) and perceptions of their learning levels of the courses in the program (Çelikkaya, 
2013). However, results of these researches do not provide information about the whole content of the 
social studies teacher education program (SSTEP) and effectiveness of the program still remains as a 
question. The main purpose of this research was to analyze SSTEP in terms of content categories, balance 
of theory and practice, and sequence of courses throughout the program and to determine views of teacher 
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educators and prospective teachers on SSTEP in official and operational levels. Below are the research 
questions investigated in this study: 
1. How is SSTEP organized in terms of content categories: subject area courses, pedagogy 
courses, general culture courses, and electives? 
2. What are the teacher educators’ and prospective teachers’ views about the following 
curricular components? 
a. rate of each content category - subject area courses, pedagogy courses, general culture 
courses, and electives, 
b. courses in each content category,  
c. sequence of the courses throughout the program, 
d. balance of theory-practice. 
3. What are the teacher educators’ and prospective teachers’ views on the problems encountered 
in practice? 
 
Methodology 
 
This research has been designed as a case study that allows investigators to retain the holistic and 
meaningful characteristics of real life events (Yin, 2009). Unique and dynamic contexts are investigated 
and complex dynamic interactions of events, human relationships, and other factors in a specific instance 
are reported (Cohen, Manion, & Morrison, 2007). Here, Ankara University Faculty of Educational 
Sciences has been determined as the case to be investigated in its real-life context. 
In order to answer the first research question, a document analysis technique that is defined as the 
analysis of written materials to get information about the phenomenon to be investigated by Yıldırım & 
Şimşek (2011) has been used. The official SSTEP put into practice by HEC in the 2006-2007 academic 
year was analyzed in terms of the curricular components. The rate of the subject area, pedagogy, general 
culture courses, and electives within the whole program was calculated. Sequence and proportion of the 
courses in each content category were examined and the balance of theory and practice hours of the 
courses was specified.  
After the analysis of the official SSTEP, a focus group interview with prospective teachers and 
individual interviews with teacher educators were carried out to answer the second and third research 
questions. Interviews were conducted with two study groups. The first group consisted of ten prospective 
social studies teachers attending their last year in SSTEP. Five of the prospective teachers participated in 
the research were female and five were male. As the aim is to get in depth information about the program, 
the number of the participants has been restricted. Also, having taken all of the courses in the curriculum, 
fourth year students were asked to express their views and experiences in the focus group interview. The 
second group consisted of four male and one female teacher educators who lecture in all content 
categories of the program. Two of the teacher educators were experienced in lecturing subject area, 
pedagogy, and general culture courses. The other three lectured courses of subject area or pedagogy. In 
addition, all participants were volunteer to express their views on the official and operational curriculum. 
Data were collected from prospective teachers and teacher educators via a semi-structured interview 
form prepared in accordance with the research questions. The interview form was reviewed by three 
experts in terms of its relevancy of the aim of the research and technical issues. Based on the expert 
opinions, some changes were made. The final copy of the form consisted of eight open-ended questions. 
The same questions were asked in both study groups. In addition, a form about SSTEP has been prepared 
based on the analysis of the curricular components. This form was delivered to the participants before 
interview questions were asked, so that they were informed briefly about the organization of the program. 
With the permission of the participants, data collected from prospective teachers in May 2013 and teacher 
educators in October 2013 were recorded in audio and video formats in order to prevent data loss. While 
teacher educator interviews lasted between 30-60 minutes, duration of the focus group interview was 
approximately 60 minutes. 
Data gathered from the focus group interview and individual interviews were analyzed using a 
descriptive analysis technique. In this approach, data is organized according to the themes which are 
determined beforehand (Yıldırım & Şimşek, 2011).  Themes of this research were determined based on 
the research questions. The interviews were transcribed immediately after the conversations took place by 
the two researchers. At first, the researchers read the transcripts several times and independently 
organized the data under the themes previously prepared. Then, they came together and compared their 
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analyses to check their coding and make a consensus. Moreover, the expressions of the participants were 
quoted directly in order to support their views about the themes of the study. 
 
Findings 
 
Findings of the research are presented here in five headings grouped in accordance with the research 
questions. These headings are comprised of ‘subject area courses’, ‘pedagogy courses’, ‘elective courses’, 
‘general culture courses’, and ‘problems encountered in practice’.  
 
1. Findings Concerning the Subject Area Courses 
 
 Table 1. Subject Area Courses 
Year Semester Course Name Percentage Theory Practice Credit Hour 
Foundations of Social Studies 2 0 2 2 
Social Psychology 2 0 2 2 
Archeology 2 0 2 2 1
st  
Sociology 
11.1 
2 0 2 2 
General Physical Geography 4 0 4 4 
Ancient History and Civilization 2 0 2 2 
Philosophy 2 0 2 2 
1s
t 
2nd  
Economy 
11.1 
2 0 2 2 
Physical Geography of Turkey 2 0 2 2 
Turkish History and Culture Before 
Islamic Age 
2 0 2 2 
Introduction to Political Science 2 0 2 2 
Basic Law 2 0 2 2 
Art and Aesthetic 2 0 2 2 
3rd  
Elective I 
16.6 
2 0 2 2 
General Human and Economic 
Geography 
4 0 4 4 
Anthropology 2 0 2 2 
History of Middle Age 4 0 4 4 
Science, Technology and Social 
Development 
2 0 2 2 
Citizenship Studies 2 0 2 2 
2n
d 
4th  
Elective II 
16.6 
2 0 2 2 
History of Ottoman and Civilization I 2 0 2 2 
Human and Economic Geography of 
Turkey 
2 0 2 2 
New and Contemporary Ages History 2 0 2 2 
Human Rights and Democracy 2 0 2 2 
5th 
Geography of Countries 
13.8 
2 0 2 2 
History of Ottoman and Civilization II 2 0 2 2 
Social Studies Oral and Written 
Literature Analysis 
2 0 2 2 
Human Relations and Communication 2 0 2 2 
Modern World History 2 0 2 2 
3r
d 
6th  
Political Geography 
13.8 
2 0 2 2 
History of Turkish Republic I 2 0 2 2 
Social Studies Course Book Evaluation 2 2 3 4 7th  
World Problems of Today 
8.3 
2 0 2 2 
History of Turkish Republic II 2 0 2 2 
Developing Social Project 1 2 2 3 
Drama  
8.3 
2 2 3 4 8
th  
Total: 36 courses  77 6 80 83 
4t
h 
 Percentage: 100 92.7 7.3   
 
Table 1 includes the details of subject area courses in SSTEP. As the program is analyzed, it is 
specified that it consists of 36 subject area courses. Two of these listed courses are electives while the rest 
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(34 in number) are compulsory. Subject area courses are placed intensively in the 3rd and 4th semesters 
(16.6%). As for the theory-practice balance of subject area courses throughout the semesters, 92.7% of 
the subject area courses are theoretical while only 7.3% are practical. Therefore, it could be concluded 
that subject area courses are generally conducted theoretically and little practice is included in these 
courses (only in the 7th and 8th semesters with a relatively low rate). 
Teacher educators’ and prospective teachers’ views about the courses, sequence, rate, and theory-
practice balance of the subject area courses will be given respectively. Firstly, their opinions on the 
subject area courses, in general, are given with the supporting or opposing views. Prospective teachers 
reflect that some subject area courses such as “Economy” and “Archeology” are unnecessary while some 
other courses, such as “Sociology”, “Drama”, and “Anthropology” are vital. They also specify that credit 
hours of the “Drama” course should be increased and a new course called “History of Islam” should be 
added to the program. Accordingly, teacher educators state that “Geography of Countries”, “Archeology”, 
and “Basic Law” courses should be omitted from the program and “History of Civilization”, “Media”, 
“Technology Design”, and “General Geography” courses should be added in their place. Teacher 
educators also state that credit hours of the “General Human and Economic Geography” course should be 
decreased while credit hours of “Foundations of Social Studies”, “Sociology”, “Philosophy”, and “Social 
Psychology” courses should be increased. Additionally, it is emphasized by teacher educators that there is 
some overlap in the content of various courses; for instance, the “Science, Technology and Social 
Development” course is parallel to the “New and Contemporary Ages History” and the “History of 
Turkish Republic” courses. 
While most teacher educators and some prospective teachers reflect that some courses in the program 
should be placed in different semesters, one teacher educator and some prospective teachers claim that 
the sequence of the courses is appropriate for the program.  
The sequence of some geography courses in the program is as follows in Table 2:  
 
Table 2. Placement of some Geography Courses 
Course Semester 
General Physical Geography 2nd 
Physical Geography of Turkey 3rd 
General Human and Economic Geography 4th 
Human and Economic Geography of Turkey 5th 
 
One of the prospective teachers criticizes the sequence of these geography courses and states: 
 “…we should begin with ‘General Physical Geography’, then continue with ‘General Human and 
Economic Geography’…and finally we should take ‘Physical Geography of Turkey’ and ‘Human 
and Economic Geography of Turkey’.” 
Another prospective teacher criticizes that geography courses are generally concentrated in the 
second year and they should be balanced throughout the other academic semesters. Similarly, teacher 
educators state that the sequence of these geography courses should be changed: 
 “…’General Physical Geography’ and ‘General Human and Economic Geography’ courses are in 
the spring semester (2nd and 4th semesters). So, prospective teachers spend a whole summer 
vacation and then in fall semesters they take ‘Physical Geography of Turkey’ and ‘Human and 
Economic Geography of Turkey’. These courses should be sequenced without any break between 
them…” 
One of the teacher educators states that a new course should be added titled “Introduction to Social 
Sciences” before the subject area courses in the first semester such as “Social Psychology” and 
“Archeology”. This teacher educator justifies this view: 
 “…’Introduction to Social Sciences’ course brings a general notion in social sciences. Later on, 
we can separate them in different branches like ‘Archeology, Sociology, Philosophy, and 
Foundations of Social Studies’…” 
Another prospective teacher states that the sequence of history courses is appropriate, though, other 
prospective teachers think that some courses in the program should be changed: 
 “…’Economy’ course could be better not in the first academic year, but in the other years…” 
 “…’Drama’ course should be before the forth academic year in order for us to use our gatherings 
from this course in our teaching practices…” 
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The rate of subject area courses throughout the 4-year program is 54.5% among content categories. 
As teacher educators’ and prospective teachers’ views are analyzed, it is concluded that some of them 
believe that the rate of subject area courses is sufficient while others state that it is insufficient. 
Prospective teachers’ opinions over the rate of subject area courses are given below: 
 “…around 55% of subject area is very good. It’s actually good in percentage…” 
 “…rate of subject area courses could be more balanced…” 
 “…rate of subject area courses could be more concentrated…” 
 “…percentage of subject area courses for SSTEP should be decreased…” 
Most teacher educators think that the percentage of subject area courses is sufficient while one 
opposing states: 
 “…I think that these subject area courses are quite extensive, they should be limited…” 
Teacher educators and prospective teachers both criticize that theory-practice is not balanced in 
SSTEP. They agree about the inadequacy of practice hours in all of the content categories and emphasize 
this by suggesting that practice hours should be increased. Of all the subject area courses, only “Social 
Studies Course Book Evaluation”, “Developing Social Project”, and “Drama” have practice hours. One of 
the prospective teachers emphasizes that practice hours of subject area courses should be increased, as it 
will greatly contribute to their professional development. Similarly, teacher educators reflect that practice 
hours of subject area courses are insufficient and should be increased.  
 
2. Findings Concerning the Pedagogy Courses 
 
Table 3 includes the details of pedagogy courses in SSTEP, which consist of 15 courses. It is 
displayed in Table 3 that the 2nd semester does not include any pedagogy courses while the rate of 
pedagogy courses continues increasingly until the end of the 8th semester. From 15 pedagogy courses, 
only 2 are electives while 13 pedagogy courses are listed as compulsory. It is also displayed in Table 3 
that pedagogy courses are 68% theoretical and 32% practical, which shows that pedagogy courses are 
much more balanced in terms of theory-practice as compared to other content categories. 
 
 Table 3. Pedagogy Courses 
Year Semester Course Name Percentage Theory Practice Credit Hour 
1st  Introduction to Educational Sciences 6.6 3 0 3 3 
1s
t 
2nd  - - - - - - 
3rd  Psychology of Education 6.6 3 0 3 3 
Principles and Methods of Teaching 3 0 3 3 
2n
d 
4th  
Elective I 
13.3 
2 0 2 2 
Instructional Technologies and Materials 
Design 
2 2 3 4 
5th  
Classroom Management 
13.3 
2 0 2 2 
Measurement and Evaluation 3 0 3 3 
Teaching Methods in Social Studies I 2 2 3 4 
3r
d 
6th  Turkish Education System and School 
Administration 
20 2 0 2 2 
Teaching Methods in Social Studies II 2 2 3 4 
Special Education 2 0 2 2 7th  
School Experience 
20 
1 4 3 5 
Guiding 3 0 3 3 
Teaching Practice 2 6 5 8 8th  
Elective II 
20 
2 0 2 2 
 Total: 15 courses  34 16 42 50 
4t
h 
 Total Percentage: 100 68 32   
 
Prospective teachers mention the pedagogy courses’ insufficiency in number by suggesting that the 
“Classroom Management” and the “Measurement and Evaluation” courses should be expanded to two 
semesters just as the “Teaching Methods in Social Studies” course is expanded.  Accordingly, some 
teacher educators indicate the need to increase the credit hours of the “Special Education”, “School 
Experience”, and “Teaching Practice” courses and emphasize the necessity to add a new course titled 
“Teaching of Social Studies”. In opposition to these views, some teacher educators believe that the credit 
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hours of existing pedagogy courses are sufficient. Additionally, teacher educators state that “Turkish 
Education System and School Administration” is not a pedagogy course, although it is in that category. 
Therefore, pedagogy courses should be reviewed concerning the relatedness for Social Studies Teacher 
Education. 
 
The rate of pedagogy courses throughout the program is 22.7%, which is thought to be sufficient by 
most teacher educators while one opposes this idea and expresses that it should be at least 30%. In 
contrast with this opinion, all prospective teachers state that the rate of pedagogy courses is insufficient 
and it should be increased:  
 ‘…it could be increased as pedagogy courses are crucial…’ 
 ‘…social studies teaching is composed of diverse fields. As it is so wide, pedagogy courses 
happen to be insufficient…” 
Most prospective teachers hold similar views about the sequence of pedagogy courses. They reflect 
that the sequence of almost all pedagogy courses in the program should be rearranged. The prospective 
teachers criticize that pedagogy courses are placed in the 3rd year, making the 3rd year very demanding on 
students. Supporting views are as follows: 
 “…pedagogy courses are mostly in the 6th semester, it is quite concentrated. ‘Measurement and 
Evaluation’ course, for instance, could begin from the 2nd semester or 3rd semester and on…” 
 “…3rd year is so intense that only that time we perceive the realities about teaching profession. 
These courses are better to begin from the 1st year and on…” 
 “…3rd year has a busy agenda, incredibly busy. 3rd year was the most troubled time throughout 
my life as a student. Only that time we realize that we’re (going to be) teachers…” 
Only two of the teacher educators agree with prospective teachers by stating that the 3rd or 4th year is 
very late for pedagogy courses in preparing prospective teachers for the profession. These views are as 
follows: 
 “…it is too late to wait till 4th year for ‘Teaching Practice’ and ‘School Experience’. Prospective 
teachers should realize the fact that they will be teachers in earlier semesters. So, some pedagogy 
courses should be added to program from the 1st year and on…” 
 “…’School Experience’ is our one of the most important sources for practice. So, it is quite 
problematic that it is only in the last year. I’ve always emphasized that it is necessary to place 
these courses from the 1st year and on as prospective teachers should get to know the school 
culture, smell the atmosphere of the school and get the first impressions about the profession…” 
One of the prospective teachers reflects that it would be more beneficial to study the “Classroom 
Management” course in the same semester as “Teaching Practice”. Contrary to this view, some teacher 
educators and prospective teachers claim that the sequence of pedagogy courses per semester is 
appropriate: 
 “…we begin with the course of ‘Introduction to Educational Sciences’ and then get ‘Psychology 
of Education’ respectively. So, it is good in terms of distribution per semester…” 
As for theory-practice balance, both teacher educators and prospective teachers agree on the 
necessity of the increase in practice hours of pedagogy courses. Some supporting views from both study 
groups are as follows: 
 “…we’re trying to do practice only in the 4th year and only for 8-week period. I do suggest for the 
future that we had better do observations in the 6th semester in ‘School Experience’ course and do 
practice in both of the semesters of the 4th year in ‘Teaching Practice’ course…” (Prospective 
teacher) 
 “…Prospective teachers are going to schools for teaching practice as of the 4th year. They go for 
observations in ‘School Experience’ course in the first semester of the 4th year and do practices in 
‘Teaching Practice’ course in the second semester of the 4th year. They’re having troubles in front 
of the students. They have never taught in real classroom till that time. ‘I can teach before my 
friends but my knees knock together when 20 or 30 students are before me’ says one of my 
prospective teachers. For this reason, I think that pedagogy courses should be more practical…” 
(Teacher educator) 
 “..if you send the prospective teacher to classroom in the 4th year and say ‘now you teach, show 
us what you learned so far’ while a professor is observing him/her, she/he can’t do it. You can’t 
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expect him/her to do. For this reason, teaching practice should be powerfully supported with 
more practice hours…” (Teacher educator) 
Teacher educators and prospective teachers emphasize that some pedagogy courses should have 
practice hours by exclaiming: 
 “…’Classroom Management’ course has no practice hours, we only learn how it is done 
theoretically…” (Prospective teacher) 
 “…’Measurement and Evaluation’ course is good in theory, but as for how it is applied in real 
learning environment it is deficient. We can’t even experience this in practice schools…” 
(Prospective teacher) 
 “…’Classroom Management’ course should have practice hours…” (Prospective teacher) 
 “…the program has a big deficiency that ‘Guiding’ and ‘Special Education’ courses have no 
practice hours…” (Teacher educator)  
 
3. Findings Concerning the Elective Courses 
 
 Table 4. Elective Courses 
Yea
r 
Seme
ster 
Course Name Percenta
ge 
Theo
ry 
Practic
e 
Cred
it 
Ho
ur 
1st  - - - - - - 
1s
t 
2nd  - - - - - - 
Analysis of Maps and Graphics (Subject Area 
Elective I) 
2 0 2 2 
Literature and Society (Subject Area Elective 
I) 
2 0 2 2 
Language and Culture (General Culture 
Elective I) 
2 0 2 2 3
rd  
Logic and Critical Thinking (General Culture 
Elective I) 
25 
2 0 2 2 
Basic Disaster Training (Subject Area 
Elective II) 
2 0 2 2 
Gender and Education (Subject Area Elective 
II) 
2 0 2 2 
Teaching with Games (Pedagogical Elective 
I) 
2 0 2 2 
2n
d 
4th  
Social Networks in Education (Pedagogical 
Elective I) 
25 
2 0 2 2 
Philosophy of Education (General Culture 
Elective II) 
2 0 2 2 
5th  Environmental Issues (General Culture 
Elective II) 
12,5 2 0 2 2 
Literature in Social Changes (General Culture 
Electives III) 
2 0 2 2 
Contemporary Issues of the Turkish 
Language (General Culture Elective III) 
2 0 2 2 
3r
d 
6th  
Changes in Turkish Education System 
(General Culture Elective III) 
18,75 
2 0 2 2 
7th  -  - - - - 
Educational Supervision (Pedagogical 
Elective II) 
2 0 2 2 
Teaching of Social Studies (Pedagogical 
Elective II) 
2 0 2 2 4
th
 
Museum Education (Pedagogical Elective II) 
18,75 
2 2 4 4 
 
8th  
Total: 16 courses  32 2 34 34 
  Total Percentage 100 94 6   
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As elective courses are named according to their content category (e.g. subject area electives), all 
electives (16 in number) are calculated within their content categories. As seen in Table 4, prospective 
teachers are provided with 4 subject area electives, 5 pedagogical electives, and 7 general culture 
electives throughout the program and are required to choose only 7 courses of the 16 available electives. 
Although the number of electives is high, it is seen that there is not any elective in the 1st semester, 2nd 
semester or 7th semester. It is remarkable that the only elective course with practice hours is “Museum 
Education” while the rest are conducted theoretically. Therefore, elective courses are the highest in rate in 
terms of theoretical education (94%) as compared with other content categories.  
Teacher educators believe that elective courses should be diversified and increased in accordance 
with prospective teachers’ concerns and necessities, as existing courses are thought to be inefficacious. 
Similarly, prospective teachers suggest that “Educational Supervision” could be removed from the 
elective courses category and some new courses, which they believe would be more beneficial, could be 
added, such as “Revolution History”, “Diction”, “Teaching History in Social Studies”, “Musical 
Instruments”, and “Discussion” courses. Furthermore, one of the prospective teachers criticizes that 
elective courses are generally composed of “Turkish Language” or “Turkish Literature” and proposes that 
elective courses should be chosen from close disciplines connected to Social Studies Teacher Education.  
Finally, some prospective teachers declared that some overlapping courses exist even in elective courses 
category. Some supporting views of prospective teachers concerning this issue are as follows: 
 “…I think elective courses are more or less similar to the compulsory courses of the previous 
semester or current semester. For example, the compulsory subject area course of “Social Studies 
Oral and Written Literature Analysis” overlaps the elective course named “Literature in Social 
Changes”…I believe that one of them should be removed from the program…” 
 “…We’re taking ‘Basic Disaster Training’ course in one academic year, “World Problems of 
Today” in the next year. We already covered the topics at one course. Believe me, courses of 
“Basic Disaster Training”, “World Problems of Today” and “Environmental Issues” courses are 
within the same scope…” 
 “Basic Disaster”, “World Problems of Today” and “Environmental Issues” courses…2 of these 
courses should be omitted from the program…” 
 “…Courses substantially repeat each other. “Educational Supervision” for instance, has already 
been covered inside “Turkish Education System and School Administration” course…” 
Both teacher educators and prospective teachers see 7 elective courses (10% in rate) throughout the 
program as insufficient. Some views concerning this issue are as follows: 
 “…General Culture Electives should be one course less in number, but subject area and pedagogy 
electives should be increased…” (Prospective teacher) 
 “ If the number and quality of electives in the program was more than compulsory courses, I 
believe, that would ease the life for all…” (Teacher educator) 
No views have been gathered from either of the study groups about the sequence of elective courses 
per semester.  
As for theory-practice balance, it has already been mentioned that “Museum Education” exists as the 
only elective course with practice hours. Finally, teacher educators state that elective courses’ practice 
hours should be increased. 
 
4. Findings Concerning the General Culture Courses 
 
Table 5 shows that 15 general culture courses exist in SSTEP; 3 of them are elective while 12 are 
categorized as compulsory. As the sequence of these courses is analyzed, it is seen that there is not any 
general culture course in the last semester while each preceding semester includes at least one. It is also 
concluded that general culture courses are mostly in the first semesters and the number consistently 
decreases as semesters pass. As for the theory-practice balance of general culture courses, it is seen that 
83.7% is theoretical while 16.3% is practical, which shows that general culture courses are conducted, 
primarily, in a theoretical fashion. 
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 Table 5. General Culture Courses 
Year Semeste
r 
Course Name Percenta
ge 
Theo
ry 
Practic
e 
Credi
t 
Ho
ur 
Turkish I: Written Expression 2 0 2 2 
Computer I 2 2 3 4 
Foreign Language I 3 0 3 3 1st  
Principles of Ataturk and 
History of Turkish Reforms I 
26.6 
2 0 2 2 
Turkish II: Oral Expression 2 0 2 2 
Computer II 2 2 3 4 
Foreign Language II 3 0 3 3 
1s
t 
2nd  
Principles of Ataturk and 
History of Turkish Reforms II 
26.6 
2 0 2 2 
Scientific Research Methods 2 0 2 2 3rd  Elective I 13.3 2 0 2 2 2n
d 
4th  History of Turkish Education 6.6 2 0 2 2 
Application of Service to 
Community 
1 2 2 3 
5th  
Elective II 
13.3 
2 0 2 2 3
rd
 
6th  Elective III 6.6 2 0 2 2 
7th  Curriculum Development 6.6 2 0 2 2 
4t
h 
8th  - - - - - - 
  Total: 15 courses  31 6 34 37 
  Total Percentage: 100 83.7 16.3   
 
As seen with the elective courses, some general courses are also criticized for being within the same 
scope of each other: 
 “…’Application of Service to Community’ course could be changed with another course as we 
already have ‘Developing Social Project’ in the 4th year. They both have parallel topics to be 
covered…” (Prospective teacher) 
Teacher educators agree with this view by adding that the “Turkish I-II” and “Research Methods” 
courses should be redesigned in the framework of social studies teacher education. Additionally, some 
general culture courses such as “Curriculum Development” are believed to be unnecessary by prospective 
teachers, thus they emphasize that these courses should be omitted. Contrary to prospective teachers’ 
views, teacher educators reflect that the “Curriculum Development” course is vital in terms of SSTEP. 
However, they criticize the “Research Methods” and “History of Turkish Education” courses’ placement 
in the general culture courses category.  
 
“Foreign Language” courses, which are among General Culture courses, are highly criticized by a 
prospective teacher with these statements: 
 “…what we take as foreign language courses is insufficient. I think these courses should be 
expanded to other semesters…”  
Another prospective teacher opposes that the scope of the “Principles of Ataturk and History of 
Turkish Reforms” course is insufficient and suggests that it should be placed in the 4th year of the 
program.  
The rate of general culture courses throughout the program is 22.7%. Some teacher educators reflect 
that this is sufficient; some others think that it should be increased while prospective teachers express no 
opinion concerning this issue. 
For the sequence of general culture courses, some prospective teachers emphasize that it is well 
organized while some others reflect that the sequence of some courses should be rearranged. Views 
related to the issue are as follows: 
 “…As ’Research Methods’ course is generally for prospective teachers who will go on master 
studies, we can switch it to the 4th year as an elective course, I think…” 
 “…’History of Turkish Education’ could be in the last year as we complete all of the history 
courses till that time…” 
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Some other prospective teachers think that the “Turkish I-II”, “Foreign Language”, and “Computer” 
courses’ placement in the 1st year is appropriate. However, teacher educators express no comment on the 
sequence of general culture courses per semester.  
From the general culture courses, only “Computer I-II” and “Application of Service to Community” 
have practice hours. Finally, teacher educators state that general culture courses’ practice hours should be 
increased. 
 
5. Findings Concerning the Problems Encountered in Practice  
 
Findings gathered from the opinions of teacher educators and prospective teachers about the problems 
encountered in practice are given below in Table 6. 
 
 Table 6. Problems Encountered in Practice   
Problems Views Teacher 
Educators 
Prospective 
Teachers 
Insufficient technological infrastructure     
Unequipped teaching-learning environment 
 
    
Large class size 
 
    
Inadequate and outdated teaching materials  
 
    
Insufficient number of teacher educators  
 
    
Physical 
Conditions 
Teacher educators’ heavy course load    
Student 
Profile 
Prospective teachers’ backgrounds not being 
sufficient 
   
 Low participation to social activities 
 
   
Some teacher educators not being active and 
effective in class 
 
   
Teacher educators’ intolerance in communication 
with prospective students 
   
Lack of cooperation between the professors of 
subject area courses and pedagogy courses 
    
Teaching-
Learning 
Process 
Lack of extra-curricular activities    
 Methods and strategies that enable prospective 
teachers active are not used  
 
    
 Educators outside the faculty are sometimes 
insufficient in methodology issues and they feel 
alienated 
 
   
As the number of prospective teachers is high, 
teaching practice course is not effectively carried 
out 
 
   Teaching 
Practice 
Lack of cooperation between school coordinators 
and faculty coordinators 
   
Lack of Some 
Units 
Not having units such as ‘curriculum development 
office’ or ‘measurement and evaluation office’ 
   
Prospective teachers should be supplied with 
feedback about the results of the evaluation of 
teacher educators 
 
   
Prospective teachers’ views should be taken into 
consideration  
 
   
Evaluation of 
Teacher 
Educators 
Teacher educators should make self-evaluation     
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Discussion and Conclusion 
 
The main purpose of this research was to analyze the SSTEP in terms of content categories, balance 
of theory and practice and sequence of courses throughout the program and to determine views of teacher 
educators and prospective teachers on SSTEP in official and operational levels. First finding of this 
research is that at the beginning of the program the rate of subject courses (11%) is low, but this rate is 
increased in second (16,6%) and third (16,6%) grades and the last year it (8,3%) is lower than first grade. 
36 courses with 80 credit hours and with 54,5% are devoted to subject courses classified into disciplines 
such as history, geography, civics and government, economics and psychology. However, some of the 
subject area courses like “Drama” and “Social Studies Course Book Evaluation” are not subject area 
courses; these must be included in pedagogy courses. In this content category, there are 9 history courses 
with 20 credit hours; 6 geography courses with 16 credit hours; 9 civics and government courses with 18 
credit hours; one economics course with 2 credit hours and 5 courses related to psychology with 9 credit 
hours. Almost all courses (92,7%) within subject area category are theoretical, only a small rate (7,3%) is 
devoted for practice in this content category. History and geography courses are evenly distributed in 
each semester unlike courses placed in other disciplines. Therefore, it can be said that SSTEP should be 
strengthened with more courses on civics and government, economics and psychology. 
When we examine the views of prospective teachers and teacher educators on the rate of subject 
courses in SSTEP, it is seen that subject area courses are found sufficient in quantity. However, 
prospective teachers and teacher educators have different views on courses in each discipline in SSTEP. 
While prospective teachers indicate that courses like “Economy” and “Archeology” should be omitted, 
the teacher educators state that “Geography of Countries”, “Archeology” and “Basic Law” courses should 
be omitted. Both prospective teachers and teacher educators hold similar views on courses to be added in 
SSTEP. It is also recommended that hours of some courses such as “Sociology”, “Anthropology” and 
“Social Psychology” should be increased. This finding shows that the need of more experience on courses 
regarding psychology and civics and government groups recognized by both groups. Moreover, teacher 
educators and prospective teachers agree about the inadequacy of practice hours devoted to these courses. 
Courses like geography or civics could not be taught without practice but within 16 credits of geography 
courses in SSTEP, there is not any practice hour allocated for these courses. 
Official curriculum analysis in terms of pedagogy courses shows that 15 courses with 42 credit hours 
are devoted to this content area in SSTEP. When the grade level increases, the rate of pedagogy courses 
rates are also increased and it reaches up to 20% in the last three semesters. Of all pedagogy courses, 68% 
are allocated for theory and 32% are for practice throughout the program. While teacher educators find 
that pedagogy courses are sufficient, prospective teachers indicate that the rate of pedagogy courses is not 
enough in the official curriculum of SSTEP. Prospective teachers and some of the teacher educators state 
that credit hours of some pedagogy courses like “Classroom Management”, “Measurement and 
Evaluation”, and “Teaching Methods in Social Studies” should be increased.  In opposition to these 
views, some teacher educators think that the credit hours of existing pedagogy courses are sufficient. 
They state that problem on this issue does not depend on hours given for these courses, but the quality of 
relationship between practice schools and universities is not adequate. Although both teacher educators 
and prospective teachers agree about the necessity of increasing practice hours of pedagogy courses, there 
is more balance of theory and practice in this group of courses. Any of the participants within teacher 
educators and prospective teachers do not indicate exactly how to organize the sequence and credit hours 
of teaching practice courses in order to get the most productive results. Social studies teacher education 
program offers only 48 hours of teaching practice in the last semester, however close attention must be 
paid on the professional learning of prospective teachers and their studies in schools. 
Both teacher educators and prospective teachers indicate that the number of elective courses 
throughout the program is insufficient. There are 16 courses with 34 credit hours, and most of them are 
theoretical (97%). All electives are grouped under three titles: subject area, pedagogy and general culture. 
These courses are placed in SSTEP from the beginning of the second year. This rate seems to be very 
high when we compare other teacher education programs in Turkey such as primary school teacher (only 
2 courses), early childhood teacher education program (only 4 courses) or any others. However, both 
teacher educators and prospective teachers agree that more electives must be included in SSTEP. In fact, 
Bologna process has proposed more electives in higher education program, which is 25% of whole 
program. However, Turkey still has not made any regulations in teacher education programs accordingly. 
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Thus, it can be concluded elective courses should be diversified and increased in quantity according to 
prospective teachers’ concerns and necessities. 
Findings concerning the general culture courses show that this group of course is placed in SSTEP 
with 15 courses and 34 credit hours. This rate is very low when we compare to other groups of courses 
such as subject area or pedagogy courses. Within this low rate, courses such as “Curriculum 
Development” and “History of Turkish Education” and many others should not be included in general 
culture course category. These courses are also delivered mostly theoretical, because only 16,3% practice 
hours are allocated to them. Additionally, the sequence of these courses is not showing any path or any 
principle to follow.  
The problems indicated by prospective teachers and teacher educators about operational program are 
related with physical conditions, specifically technological infrastructure, insufficient number of teacher 
educators and large class size. Teacher educators also criticize prospective teachers’ profile in terms of 
their background and low participation to social activities. They also state that methodology used by their 
colleagues are not effective and student centered methodology is rarely used.  
 When we look at the main picture of this research, it is revealed that there is need for more practice, 
more electives, better learning conditions and effective classroom instruction with more qualified teacher 
educators; and we can also see that prospective teachers want to learn how to become learner centered 
teachers with teacher educators using these methodologies effectively. Moreover, it can be recommended 
that quality and scope of the courses in each content category should be reconsidered; and also both 
prospective teachers’ and teacher educators’ views should be taken into consideration for the 
development of the official and operational curriculum of social studies teacher education. 
Below quotation is summarizing main elements of teacher education program (Menter, Hulme, Elliot 
& Lewin, 2010):  
“Modern professional role involves an extended set of competencies including teaching an 
increasingly diverse range of learners, values education, literacy and numeracy across the curriculum, 
using assessment data effectively, engaging in action research and self-review, collaborating in school 
teams and integrating technology effectively” (Croker and Dibbon, 2008; Finnish Institute for 
Educational Research 2009; Calder and Grieve, 2004). 
In this quotation ‘using assessment data effectively, action research and self review’ part was not 
mentioned by any participants of this research. However, these are substantial elements of professional 
learning and should be part of SSTEP. 
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ANALYSE DES OFFIZIELLE UND OPERATIVE CURRICULUMS DER SOZIALWESEN 
LEHRERAUSBILDUNG 
 
Meryem Hamsi, Gülbahar Yılmaz, Fatma Bıkmaz 
 
S u m m a r y  
 
Als Lehrberuf ist durch die Entwicklungen in Technik, Wissenschaft und gesellschaftlichen Leben betroffen, 
wurden Lehrerrolle und Qualifikationen überdacht. Daher ist es notwendig, Lehramtsstudiengänge zu rekonstruieren 
und die Ziele sowie Ansätze und Methoden im Einsatz zu überprüfen. In dieser Forschung ist es das Ziel, den 
Sozialstudien-Lehrer-Ausbildung Programm (SSLAP) und Probleme in der Praxis nach den Ansichten der 
Lehrerausbildern und angehende Lehrer an der Universität Ankara Fakultät für Bildungswissenschaften zu 
analysieren. Die Ergebnisse dieser Forschung sind von Bedeutung, weil sie für die Entwicklung der 
Lehrerausbildung beitragen. Hier sind die Forschungsfragen, die in dieser Studie untersucht: 
1. Themenbereich Kurse, Pädagogik-Kurse, allgemeine Kultur und Wahlfächern: Wie wird SSLAP hinsichtlich 
Inhaltskategorien organisiert?  
2. Was sind Ansichten der Lehrerausbildern und angehende Lehrern über die folgenden Lehrplankomponenten?  
a. Rate von je Inhaltskategorien (Themenbereich Kurse, Pädagogik-Kurse, allgemeine Kultur Fächer und 
Wahlfächer), 
b. Kurse in den einzelnen Inhaltskategorien,  
c. Abfolge der Kurse des Programms,  
d. Balance von Theorie-Praxis 
3. Was sind Ansichten der und angehende Lehrern auf die Probleme, die in der Praxis auftreten werden? 
Diese Forschung wurde mit zwei Studiengruppen durchgeführt. Einer wurde bestand von zehn angehende 
Sozialkundelehrer, die an ihrem letzten Studienjahr sind und alle waren freiwillig in Äußerung ihre Ansichten über 
den Betriebs Lehrplan. Zweiter wurde bestand  von der Lehrerausbildern, die in SSLAP Vortrag sind. Eine 
Fokusgruppe Interview mit den angehende Lehrern und semi-strukturierten Interviews mit Lehrerausbildern wurden 
abgehalten, um Daten zu sammeln. Interview Fragen wurden in Übereinstimmung mit den Forschungsfragen 
vorbereitet und auf der Grundlage der Gutachten überprüft. Für die beiden Studiengruppen wurden die gleiche 
fragen angewendet. Alle Teilnehmer wurden kurz über die Organisation informiert, bevor SSLAP Interview Fragen 
wurden gestellt. Auf der Zustimmung der Teilnehmer, wurden Daten gesammelt von angehenden Lehrern im Mai 
2013 und der Lehrerausbildern im Oktober 2013 in-Audio-und Videoformate aufgezeichnet, um den Datenverlust zu 
verhindern. Während Lehrerausbildern Interviews zwischen 30-60 Minuten dauerte, Dauer der Gruppendiskussion 
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war etwa 60 Minuten. Deskriptive Analyse-Technik wurde verwendet, um die von beiden Studiengruppen 
gesammelten Daten zu analysieren.  
Von beiden Studiengruppen gesammelten Daten wurden unter Verwendung deskriptive Analyse-Technik 
analysiert. Ergebnisse zeigten, dass einige Änderungen waren notwendig, um die Abfolge von einigen Kursen pro 
Semester und Theorie-Praxis-Balance der Kurse in das Programm. Darüber hinaus sollten einige Kurse aus dem 
Programm genommen werden und einige neue Kurse hinzugefügt werden soll.  Wie für die Ansichten der 
Lehrerausbildern und angehende Lehrern auf operative Lehrplan wird betont, dass es einige Probleme mit der 
physikalischen Bedingungen, Lehr-Lern-Prozess, Evaluation der Lehrerbildung, Schüler-Profil, Unterrichtspraxis 
und der Mangel an einigen Einheiten. Die Ergebnisse sind bedeutsam, weil sie für die Entwicklung der 
Lehrerausbildung beitragen. 
 
